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Abstract
This thesis is a thoughtful look at World Language programs around the world, in 
the United States and culminates with a detailed survey of World Language programs in 
public school districts and charter schools located throughout the state of Minnesota. It 
attempts to answer questions about the status of current World Language programs in a 
variety of Minnesota settings and with a variety of different student age groups.
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CHAPTER ONE 
Introduction
1.1 Introduction
As technology allows employers to outsource work around the world, the future of 
Minnesota’s children may depend on their abilities to speak more than one language 
(Tochon, 2009). They may be expected to collaborate and may need to communicate 
with colleagues located in various countries. How competent will these children be as 
adult workers to communicate cross culturally and to compete against others around the 
world for employment opportunities given that children in most other countries 
generally begin language study at a much younger age than those in Minnesota? 
Previous studies done by the Center for Applied Linguisitics and the Minnesota 
Department of Education indicate that students in the United States, and even more so 
in Minnesota, tend to begin languages instruction in their middle school or high school 
years. Waiting until adolescence to begin language learning has been shown by some 
researchers to negatively correlate with language proficiency or bilingualism. Therefore 
if more children in other countries or other states are learning languages at a younger 
age, might not the future citizens of Minnesota be at a comparative disadvantage when 
they try to compete in a more interconnected world economy.
1.2 Purpose
The purpose of this study was to examine the current state of world language 
programs in Minnesota public schools. How have world language program offerings 
and policies evolved over the past 10 years, and can any possible future trends in 
language education be identified?
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For some insight into the current, past and future world language programming, a 
survey was emailed to administrators in various school districts throughout the state of 
Minnesota. A second survey with slightly different wording, reflecting differences 
between charter schools and public school districts, was also sent by email to Minnesota 
charter school administrators.
1.3 Background
In general children outside the United States begin introductory world language 
study as early as preschool, and usually before finishing their elementary years. In 
Malta for example, children begin bilingual education in English and Maltese at age 
five (Farrell, 2011), while Turkey also recently instituted a policy to begin English 
instruction at age five (Bekelyan, 2011). In eighteen European countries (European 
Union, 2009), as well as Morocco and Thailand (Pufahl, Rhodes & Christian, 2001), 
Hong Kong, Malaysia, Taiwan and Viet Nam (Nunan, 2003) children begin world 
language study at age six or seven. Hebrew- and Arabic-speaking children from Israel 
begin English classes at age six to eight (Nikolov, 2010), while in Canada, Kazakhstan 
and the Netherlands children begin at age ten (Pufahl, Rhodes & Christian, 2001). 
Multiple studies (Du 2010; Farrell 2011; Goorhuis-Brouwer & de Bot 2010; Larson- 
Hall 2008; Mihaljavic Djigunovic 2010 and Taylor & Lafayette 2010) point out several 
academic advantages for early learners, as well as the advantage of time: the longer 
students studied a new language, the more “language input” students received and the 
more competent they became. Furthermore, multiple studies by Ellen Bialystok and her 
colleagues (2004, 2005, 2007, 2008, 2010, 2011) point out a myriad of advantages for 
those who are bilingual at every age across the lifespan.
2
Meanwhile as students around the world begin language study at ever younger ages, 
here in the United States we seem to be taking another approach. A recent report from 
the Council on Foreign Relations points out that:
Americans’ failure to learn strategic languages coupled with a lack of formal 
instruction about history and other cultures of the rest of the world, limits U. S. 
citizens’ global awareness, cross-cultural competence, and ability to assess 
situations and respond appropriately in an increasingly interconnected world. 
(Council on Foreign Relations, 2012, p.47)
As one example of this lack of knowledge, a U. S. Senate resolution which declared 
2006 as the Year of Study Abroad noted that in the survey of 18 to 24-year-old 
American students, 87% failed to locate Iraq on a world map, 83% could not identify 
Afghanistan, 58% could not find Japan and 11% could not even locate the United States 
(Haynes, 2011). It would seem that students at the university level should have some 
basic notions of geography which would include being able to find their own country, 
our major trading partners, as well as the two countries where the United States was 
engaged in wars at the time of the survey.
The Council on Foreign Relations Task Force pronounced that without drastic 
changes to current educational policies and practices, our country will face a national 
security crisis (Council on Foreign Relations, 2012). In addition to greater 
understanding of science, technology, engineering, and math, one of their assessments 
was that our children need to learn other languages besides English and that world 
languages need to be a part of the core curriculum.
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Some national leaders, including Secretary of Defense Panetta (2011) and Secretary 
of Education Duncan (2008), have called for increasing foreign language proficiency 
and a greater understanding of other countries and cultures. The Committee for 
Economic Development, a non-profit, non-partisan business-led public policy 
organization comprised of 200 senior corporate executives and university leaders 
reiterated these points in their report issued in 2006, and warned that continued neglect 
will have detrimental consequences for our economy, our national security and our 
multi-cultural society (Committee for Economic Development [CED], 2006).
These concerns are nothing new. In 1994, the Goals 2000, Educate America Act 
optimistically expressed that, “By the year 2000, the percentage of all students who are 
competent in more than one language will substantially increase” (Goals 2000, 1994, 
section 3). In 2001 the “No Child Left Behind Act” designated foreign languages as part 
of the core curriculum, yet school districts have failed to implement and fund second 
language instruction, instead focusing on curricular areas that factor into state testing 
such as math, English language arts and science (Taylor and Lafayette, 2010). 
Furthermore, Pufahl and Rhodes (2011) at the Center for Applied Linguistics, analyzed 
U. S. schools offering foreign language instruction from 1987 to 2008. They found that 
although 91% of American high schools offered foreign language in 2008, only 15% of 
American public elementary schools and 58% of middle schools offered them, down 
from 24%, and 75% respectively in 1997 (p. 261).
In Minnesota, the statistics are even more sobering. According to 2010 data from the 
Minnesota Department of Education, 84% of Minnesota high schools and 54% of
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middle schools offer a foreign language, but only 6% of elementary schools do so 
(Minnesota Department of Education, 2011, p. 5).
Although Minnesota has often led the way in education across the nation, data from 
the 2011 Minnesota Department of Education’s report to the legislature seem to convey 
a different picture. It appears that the lack of world language programming, particularly 
at the elementary level, is in need of further consideration and study. The research 
question that guided this study was: How have world language policy and program 
offerings changed in Minnesota schools during the past five years, and what do trends 
in world language programs look like for the future?
This study was designed to see if answers from school administrators can shed light 
on the following questions:
• What factors influence how decisions are made at the high school, middle 
school and elementary settings in regards to offering world language courses 
and programs?
• What role do factors such as parental or student requests, teacher availability 
and scheduling difficulties, funding or state mandates play in determining 
which languages are offered, at what grade levels and for how many years?
• Given that there is much evidence pointing to the benefits of early exposure 
to multiple languages, what are the possible reasons why districts appear to 
implement more language programs in the upper grades rather than in earlier 
grades?
5
1.4 Setting
A survey was sent electronically to an administrator in each Minnesota public school 
district on April 3, 2013, in order to gather data from all parts of the state, whether the 
districts are in urban, suburban or rural settings. Three hundred thirty school district 
officials received the survey. A similar survey was sent to all 150 charter school 
administrators in the state of Minnesota on April 3 as well. These surveys are included 
as Appendices. School officials were free to complete the survey at their leisure through 
April 15, 2013. A reminder was sent to officials who had not yet completed the survey 
on April 10, 2013, requesting them to complete the survey. A final reminder was sent 
again the morning of April 15, 2013, in an attempt to get a few additional responses.
1.5 Assumptions
As a former world language educator I am interested in understanding the changing 
world language trends in the school districts in Minnesota. It is interesting to note that 
although Minnesota is often considered one of the top “education states” in the nation, 
paradoxically the data from the Minnesota Department of Education suggest that 
schools in Minnesota have fewer world language offerings for our students when 
compared with schools in other parts of the country or even the world.
1.6 Limitations
The first limitation of this survey is that it is difficult to generate large numbers of 
responses to the survey via email. Perhaps the timing was a factor as well; if the email 
dropped into someone’s inbox when they were very busy and they did not notice it, it 
could become buried by subsequent email messages. It is also convenient for the
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recipient to ignore the request. All of these factors could have contributed to a relatively 
low response rate.
A second area of concern and limitation of this study is the reliability and accuracy 
of the responses from school administrators. At times answers from the same 
respondent appear contradictory.
1.7 Definitions
This study refers to many different types of language instruction methods and 
programs which are available in different districts and schools throughout the state. 
Some of the terms which will be used are:
Exploratory model: One or more languages taught for less time or frequency than a 
core subject model (see below). The purpose of exploratory programs is generally to 
expose students to one or more languages, provide a positive experience which will 
motivate students to continue language study at a later date.
Core subject: A single language taught for the full year with a minimum contact of 30 
minute sessions every other day or three times a week. The main goal of this model is to 
begin developing language proficiency skills in an articulated sequence.
Immersion: Grade level content is taught entirely in a language other than English. 
Immersion students develop a higher level of proficiency in a language other than 
English while simultaneously learning grade-level content.
Secondary course: High school course or equivalent. Usually secondary courses meet 
every day for a class period throughout the school year.
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ITV: Courses taught by a teacher at one location to students who are in a different 
location through the use of interactive “television” or video conferencing (transmitting 
live images and audio via the internet).
1.8 Summary
Given that national business and government leaders are calling for the need to 
increase the knowledge of world languages and cultures among American students, and 
given the fact that Minnesota appears to lag the nation in world language offerings to 
date, this study was done to gather data on the status quo of world language 
programming and potential trends for future programs in Minnesota schools in the 
twenty-first century.
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CHAPTER TWO
LITERATURE REVIEW
2.1 Introduction
This study was designed to consider past, current and potential future world 
language policies, programs and trends in Minnesota’s school districts and charter 
schools. This literature review will first address the concerns of American government 
officials and business leaders regarding world language instruction in the United States, 
as well as the recent status of world language instruction abroad and in the United 
States. It will delve deeper into a comparison between two similar “lands”, Finland and 
Minnesota, and finally it will consider the beneficial effects of language acquisition 
beyond communication and cross-cultural competence, specifically the correlation 
between:
• second language learning and improvements in literacy,
• second language learning and increases in student achievement, and
• second language learning and enhanced cognitive development.
2.2 Concerns of National Business Leaders and Government Officials 
According to a 2012 report from the Council on Foreign Relations, our country faces
serious challenges as we look to prepare our children for life in the twenty-first century, 
the era of information and globalization (Council on Foreign Relations, 2012). This task 
force recommended increasing students’ understanding of science, technology, 
engineering, and math, as well as including world (foreign) languages in the core 
curriculum. The Committee for Economic Development, comprised of 200 senior
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corporate executives and university leaders, called for increasing world language 
proficiency and a greater understanding of other countries and cultures in their report 
issued in 2006 (Committee for Economic Development [CED], 2006).
Secretary of Education Arne Duncan noted in a December, 2008, address, that our 
nation’s very defense and well-being depend on increasing world language competence. 
He acknowledged that our world language teaching is “spotty,” lacking articulation or 
consistency, and indicated that highly qualified teachers are a rarity: “In 2007-08, only 
136 bachelor's degrees, 188 master's degrees, and 14 doctorates were awarded in 
foreign language teacher education in the United States” (Duncan, 2008). In a July,
2010, press release, the U. S. Department of Defense, mentions the critical shortages of 
service personnel and civilian employees who know world languages, with the greatest 
needs for Arabic, Chinese, Russian, Persian, Uzbek, Pashto, Swahili, Wolof and 
Korean. To remedy the shortages, the military uses techniques such as language 
survival kits, in-country summer immersion opportunities, and deploying “language 
training teams” who can provide basic language instruction at remote sites (Garamone, 
2010). Additionally, in an August, 2011, memo U. S. Secretary of Defense Leon 
Panetta wrote “Our forces must have the ability to effectively communicate with and 
understand the cultures of coalition forces, international partners, and local 
populations,” (as cited in Council on Foreign Relations, 2012, p. 12.)
Ever since the Sputnik launch, American leaders have called for increased student 
achievement and generally world language instruction is included in these lofty goals, 
but the necessary policies and funding to implement these objectives rarely materialize. 
A previous task force under President Reagan published A Nation at Risk in 1983
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(Council on Foreign Relations, 2012, p.35), which was followed by the National 
Education Summit under President George H. W. Bush, and then succeeded by 
President Clinton’s Goals 2000, Educate America Act in 1994 and more recently the No 
Child Left Behind Act under President George W. Bush (Council on Foreign Relations, 
2012, p.35). Both the Clinton and Bush task forces mentioned an emphasis on second 
language instruction. The Goals 2000, Educate America Act optimistically expressed 
that, “By the year 2000, the percentage of all students who are competent in more than 
one language will substantially increase;” (Goals 2000, 1994, section 3). Although the 
No Child Left Behind Act of 2001 designated world languages as part of the core 
curriculum, school districts have failed to implement and fund second language 
instruction, instead focusing on curricular areas that factor into state testing such as 
math, English language arts and science (Taylor and Lafayette, 2010).
2.3 The Status of U. S. Language Instruction
In spite of calls in the early 1990s for more language instruction in the United States, 
that was not the eventual outcome of those recommendations. Pufahl and Rhodes, at the 
Center for Applied Linguistics analyzed U. S. schools offering world language 
instruction and found that from 1988 to 1997 the numbers of public elementary schools 
offering world language instruction did increase from 17 to 24%, but during the next ten 
years this increase eroded, and by 2008 only 15% of American public elementary 
schools offered world languages (Pufahl and Rhodes, 2011, p. 261). Surprisingly, the 
decline at the middle school level is even more drastic. In 1987, 72% of middle schools 
offered world language instruction. This number rose to 75% in 1997, but by 2008 only 
58% of middle schools still offered these courses. On the other hand, in both public and
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private high schools, second language instruction only declined from a 1987 high of 
95% to 90% in 1997, followed by a slight bump to 91% in 2008 (Pufahl et al., p. 262).
2.4 Contrasts between U. S. and Global Language Policies
In contrast to the status quo where 20% of American adults can speak a foreign 
language (Council on Foreign Relations, 2012, p. 15), pluralinguism is the norm in 
Europe where 56% of adults are fluent in at least one other language, and as close as 
Canada, 35% of the population speaks another language fluently (Council on Foreign 
Relations, 2012, p. 16).
A survey investigating English language instruction in seven Asian countries found 
that children begin learning English at ages six or seven in Hong Kong, Malaysia, 
Taiwan and Viet Nam; at age nine in China and South Korea; and at age 12 in Japan 
(Nunan, 2003). Nikolov (2010) reviews several articles about language learning in 
multiple European countries as well as in Canada and Israel. She mentions that the 
Canadian Francophone subjects were nine to ten years old, while the Hebrew- and 
Arabic-speaking children from Israel were aged six to eight. Additionally Bekleyan 
(2011) describes a Turkish program to begin English instruction at age five. According 
to a survey of educators in 2000, children start learning languages at age six in 
Thailand, at seven in Morocco, at 10 in Kazakhastan, and at 11 or 12 in Brazil, Chili, 
New Zealand and Peru (Pufahl, Rhodes & Christian, 2001).
The Council of Europe has promoted the teaching of diverse languages throughout 
its member states and the development of standardization regarding language 
proficiency. Their goal is “that Europeans actually become plurilingual and
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intercultural citizens, able to interact with other Europeans in all aspects of their lives” 
(European Council, p. 7, 2011).
In spite of the European Council’s desire for consistency, it is clear that variations 
exist among the 27 European countries. Children in Austria, Belgium, the Czech 
Republic, Estonia, Ireland, Italy, Lativa, Lithuania, Luxemboug and Poland generally 
begin second-language learning before third grade; however, in Bulgaria and Greece, 
children begin this coursework at age eight. Furthermore, in Denmark, France, Finland 
Germany and Romania, many children begin earlier, but another language is required at 
age 9 or grade 3. In the Netherlands, although children start learning English at age 10, 
in some (but apparently not all) schools they may learn Friesen beginning in 
kindergarten. In Cypres, Portugal, Slovakia, Slovenia, Spain, and Sweden children 
begin another language in “primary” school. The description of learning in Hungary is 
very ambiguous, as “many schools in Hungary oblige their pupils to learn a foreign 
language prior to the stage at which this becomes compulsory for all pupils” (European 
Union, 2009). According to Farrell (2011) students in Malta also begin bilingual 
education in both English and Maltese at the age of five.
Another goal of the Council of Europe is that all member states should teach a 
minimum of two foreign languages to all pupils up to the end of compulsory education 
(frequently around age 16); however, few of the member states actually met this 
standard in 2007 (Krumm, 2007). One member country which teaches at least two 
languages is Finland, a country which has scored at the top of the Programme for 
International Student Assessment (PISA) since the year 2000. PISA tests the knowledge 
and skills of 15-year-old students in 70 participating countries/economies.
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2.5 An Instructive Example from Finland
Finnish children complete comprehensive school around age 16. At this point they 
can enter the work force, continue one additional year of comprehensive schooling, 
move on to a technical upper school or attend a college prep-type upper school. 
Generally speaking that final group of students will study three additional years and 
take a high-stakes “matriculation exam” or college entrance exam if they wish to attend 
university (Sahlberg, 2011, p.89). Students are given some choice as to which exams 
they wish to take, but all must test in a minimum of four subject areas and all must take 
a “mother tongue” exam (Compulsory A language). They must also choose at least 
three other exams from the following four areas:
• Second Domestic Language (Compulsory B language),
• Foreign Language, known as elective B2, B3 or the elective language under six 
courses,
• Mathematics
• General studies, comprised of social studies and natural sciences (Sahlberg,
2011, p. 31).
In considering the figures from Statistics Finland for 2011, a total of 30,751 students
completed the full upper secondary general school syllabus in spring, 2011. Nearly all
of these students took English (99.6%). A total of 30,621 students took exams in
English with 30,591 taking English exams at the highest (mother tongue) level.
Followed by English, 28,340 students tested in Swedish (one of the two national
languages), 7,632 tested in German, 5,141 tested in French, 4,829 tested in Spanish,
2,222 tested in Russian, 2,055 tested in Finnish (non-native speakers), 1,062 tested in
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Italian, 494 tested in Latin and 10 tested in Sami while 397 tested in other languages. 
The 30,751 students sat for 82,803 language exams for an average of 2.69 language 
tests taken per student (Statistics Finland, Subject choices of completers of upper 
secondary general school education, 2011).
In order to achieve these astounding figures, Finnish children begin learning a 
second language in elementary school. In contrast to the U. S. where only 15% of 
schools offer a second language to elementary students, Finnish students start by age 
nine. According to information from Statistics Finland regarding the language studies of 
comprehensive school pupils in 2010, of the 347,060 students in grades 1-6 (ages 7-13), 
234,687 or 67.6% take English as either their compulsory language A1 (221,473) or 
their optional language (13,214). Swedish (15,828) and Finnish (15,291) are represented 
at 4.6 and 4.4% respectively while 12,746 (3.7%) take German, 6,373 learn French, 
1,583 learn Russian, 236 study Sami, and 688 study “other” languages (Statistics 
Finland, Language choices of comprehensive school pupils in 2010).
From ages 14-16, of the 191,684 pupils in grades 7 to 9, 190,229 or 99.2 % of the 
students studied English while 176,190 or 91.9% learned Swedish and 21,517 or 11.2% 
took German. Approximately 6% respectively studied Finnish (11,681) and French 
(11,415) while less than two percent studied Russian (2,263), Sami (51), Latin (631) or 
other languages (2247) as indicated in the Statistics Finland table of Language choices 
cited above. These figures indicate that 191,684 Finnish pupils in grades 7 to 9 fill 
416,224 language learning seats in their schools for an average of 2.17 language courses 
per child.
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2.6 Language Policies in Minnesota
Although Finland is slightly larger geographically and has a slightly larger 
population than Minnesota, there are many similarities between the two regions; 
however, in world language instruction they are far different from one another. Finland 
promotes equity across the country and access to world language from elementary 
through middle and high schools. Minnesota, on the other hand, does not offer the 
frequency of world language instruction offered in Finland, nor in most other countries 
of the world or indeed many states in this country.
According to Pufahl and Rhodes (2011), in 2010, 91% of American high schools, 
72% of middle schools and 15% of elementary schools offered world language 
instruction to their students, while according to data from the Minnesota Department of 
Education, only 84% of Minnesota high schools, 54% of middle schools and 6% of 
elementary schools did so (Minnesota Department of Education, 2011, p. 5).
On the other hand, in order to prepare Minnesota students for the twenty-first 
century, school district officials indicated in the 2011 MDE study that they believe their 
communities would like them to take the following steps:
• 34% would want to expand the number of languages offered
• 23% would like extend the years languages are studied in middle or high 
school,
• 20% would like to extend the number of years elementary students can study 
languages,
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• 19% would like to increase language offerings with the potential of earning 
college credit,
• 13% of communities would like to extend the number of years of world 
language study to ensure more advanced levels of languages are taught in high 
school,
• 12% of communities want districts to add or increase elementary immersion 
settings (Minnesota Department of Education, 2011, p. 19).
Although 87% of these Minnesota school district officials agreed world languages are
critical for preparing Minnesota’s students, paradoxically only 44% think a language
other than English should be a graduation requirement (Minnesota Department of
Education, 2011). Furthermore, “At the present time, school districts are not planning
for the additions and expansions to world language programming that they or their
communities would like to see” (Minnesota Department of Education, 2011, p.6).
2.7 Beneficial Results from Language Learning
What types of benefits would accrue to second (and subsequent) language learners
compared to their peers who never learn a second language? Obviously, people who
learn another language will be able to understand and produce both written and
aural/oral language in a second language, but in addition to this advantage, there are
many other benefits which result from second language learning.
2.7.1 Effects on Cross-Cultural and Strategic Competence
As mentioned by the Council on Foreign Relations, “a recent report by the U.S.
Army Research Institute for the Behavioral and Social Sciences asserted that ‘cultural
learning’ and ‘cultural agility’ are critical skills in the military” (Council on Foreign
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Relations, 2012, p. 12). Although the Army refers to ways in which cross cultural 
competence allows soldiers to correctly read and assess situations they encounter, as 
well as to respond effectively and according to the norms of the local culture, one could 
also assume that any employees, diplomats, tourists or others who find themselves 
abroad would benefit from an understanding of the country and culture where they are 
so that they can anticipate and respond to any situations which arise, without offending 
their hosts.
Besides cross-cultural competence, strategic competence in communication is also 
developed by learning a new language. De Swart, Le Pichon, van den Bergh, & 
Vorstman (2010) studied the differences in “strategic competence” between bilingual 
children and those who were learning a language in a school setting. Compared to 
bilingual peers, children who learned a world language employed more strategies to 
attempt communication with a person who spoke a language the child didn’t know or 
understand.
2.7.2 Effects on Reading and Language Development and Overall Learning
Academically, how will L2 learning assist children with performance in the 
classroom and on other measures of success? Kovelman, Baker, & Petitto (2008) found 
that those children first exposed to the new language by age three outperformed 
children whose first exposure came between ages three to six, and this performance 
difference could offset the negative effects of low socioeconomic status on literacy.
In the Netherlands Goorhuis-Brouwer & de Bot (2010) looked at whether early 
English language teaching starting at age four would negatively impact Dutch language 
development among both native speakers and immigrant children. Their results indicate
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that not only did English not negatively impact the Dutch skills among native speakers, 
learning English significantly enhanced the Dutch skills of the non-native Dutch- 
speaking children of immigrants.
Du (2010) examined the Critical Period Hypothesis to determine if there is an 
advantage to beginning second language by a certain age or if there was a more 
favorable “window” in which to begin L2 study. Larson-Hall, J. (2008) weighed 
whether Japanese students who began English studies at a younger age exhibited 
advantages in language acquisition over the students who began in middle school in 
“minimal input situations” (less than four hours of language instruction per week). In 
general, both studies point to an advantage of time: the longer one studies a new 
language, the more “language input” students receive and the more competent one 
becomes. Mihaljavic Djigunovic, J. (2010) confirmed that English-leamers in Croatia 
who began their study of English prior to age 10 outperformed those who began after 
age 10. Early beginners reach a competency level in both Croatian and English much 
sooner than later language learners and reaching this level facilitates a transfer in both 
directions which impacts their overall learning.
Farrell investigated a correlation between dual language proficiency scores and math 
and physics test scores in Malta. He found highly proficient students in both English 
and Maltese also achieved high scores in mathematics and physics. On the other hand, 
those students who scored high “in just one language were neither highly represented 
amongst the high achievers in Physics and Mathematics nor amongst the very low ones. 
Students who scored poorly in both languages also scored poorly in Physics and 
Mathematics.” (Farrell, 2011, p. 343)
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Taylor & Lafayette (2010) cited multiple U. S. studies which considered the effect of 
world language instruction on other school achievement assessments. In a Di Pietro 
study from 1980, Virginia youngsters in first through sixth grade showed great 
improvement in reading scores after completing a 14-week content-based foreign 
language program. Lang’s 1980 study found Louisiana FLES students in grades 4, 6 
and 9 scored significantly higher on California Achievement Tests than their non-FLES 
peers regardless of whether they were at or below grade level. Rafferty’s 1986 study 
indicated that in an analysis of 13,000 Louisiana Basic Skills Test results of students in 
grades three, four and five, those participating in FLES programs scored higher than 
their non-FLES peers on the language arts portions, and fifth-grade FLES students 
scored higher on the math portion as well. Garfmkel and Tabor’s 1991 study of low- 
ability Louisiana sixth-grade students who continued an extra year or two of Spanish 
instruction showed significant gains on reading achievement when compared to their 
peers who quit after third and/or fourth grade. They mention a 1997 study by Armstrong 
and Rogers which indicated significant positive achievement on math and language test 
scores of Kansas third graders who took weekly 30-minute Spanish lessons compared to 
their non-language-studying peers. On the other hand, a 2005 study by Lang compared 
ITBS scores of Kansas sixth graders and found no difference between those in a pilot 
FLES program with non-foreign language students. However, the FLES group had only 
one hour per week of foreign language instruction which the author acknowledged 
might not be enough language exposure to create changes in academic performance.
In their 2010 study of Louisiana FLES students, Taylor & Lafayette found 8% more 
FLES students passed the English language portion and 5% more passed the math
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portion than the non-FLES students on the Louisiana Educational Assessment Program 
for the 21st Century (LEAP 21). Students who do not pass those two subsets of the 
LEAP 21 must repeat fourth grade or attend summer school and pass a retest to move 
on to fifth grade. Furthermore, the participating world language students also passed the 
science and social studies tests with a 7% and 4% greater passing rate than their non­
world-language-studying peers respectively.
They also found that students who began studying a world language in grade 3 and 
who continued until grade 5 outperformed the non-foreign-language-studying students 
on the language portions of the Iowa Tests of Basic Skills (ITBS) which were 
administered in grades 3 and 5. Their research suggests that students who participated in 
the Louisiana Elementary Foreign Language Program significantly outscored their non­
participating peers on the tests of language achievement. These researchers point out the 
positive effects that continued world language study has on overall academic 
achievement and assert that students should begin sustained study of a foreign language 
throughout their elementary school careers (Taylor & Lafayette, 2010, pp. 39-40).
2.7.3 Effects on brain development
The call by Taylor & Lafayette to increase language instruction in the early school 
years in an effort to advance academic achievement is related to the effects language 
learning has on cognitive development and brain structure. According to Mechelli, 
Crinion, Noppeney, O'Doherty, Ashbumer, Frackowiak, & Price (2004), in addition to 
modifying cognitive performance, bilingualism has also been shown to alter brain 
structures, specifically that bilinguals have a greater density of grey matter in the 
inferior parietal cortex than monolinguals, and that the grey matter was denser among
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more proficient bilinguals, but it correlates negatively (grey matter is less dense) as the 
age of second language acquisition rises.
With her participation in more than 100 studies examining the effects of bilingualism 
on cognitive development across the lifespan, Dr. Ellen Bialystok is one of the foremost 
authorities on this subject. She asserts, “At every stage, individuals who spend their 
lives engaged in more than one language reveal differences from their monolingual 
counterparts in both brain organization and cognitive performance” (Bialystok, 201 lb, 
p.233). One of the differences Bialystok (201 lb) mentions is that the executive 
functions in bilinguals’ brains are strengthened by the constant switching back and forth 
between languages which bilinguals frequently perform. These executive functions are 
responsible for cognitive performance in planning and categorizing, controlling 
attention and inhibiting inappropriate responses. Such activities take place in the frontal 
cortex, a part of the brain which is the last area to develop during childhood and which, 
during the aging process, deteriorates first (Bialystok, 2007). According to Bialystok, in 
a meta-analysis of ten articles detailing studies in which bilingual subjects completed 
functional MRI testing, results indicate that bilinguals have a very developed network 
of language processing using at least four areas of the brain generally considered as part 
of executive control system (Bialystock, 201 lb, p. 230).
2.7.3.1 Childhood Bilingual Advantages
Because bilinguals are constantly juggling two competing perennially active 
language systems, executive control develops differently and earlier for them compared 
to monolinguals. Executive control is commonly considered to consist of three 
components: selective attention and inhibition; shifting, also called switching or
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cognitive flexibility; and working memory or updating (Bialystok, 201 la, pp. 461-2). 
Furthermore executive control is not “a unitary construct but rather comprises a set of 
abilities that exhibit some commonalities as well as some specific aspects” (Bialystok, 
Craik & Luk, 2011, p.861).
In her series of three experiments with six-year-olds, Bialystok looked for evidence 
that bilingualism enhances executive control for six-year-olds, considered a critical age 
for that stage of cognitive development. The results of these studies showed an 
advantage for bilinguals in processing complex stimuli when the tasks involved conflict 
resolution (a resolution of conflicting stimuli), including both switching and updating 
(Bialystok, 2010).
Several articles mention varied studies considering executive control of both 
monolingual and bilingual eight-year-olds. Martin-Rhee & Bialystok (2008) showed a 
pattern of identical results on three different tasks, one of which assessed the monitoring 
and updating processes inherent in executive control. Bilingual children outperformed 
monolingual children when the tasks were based on interference suppression, but all 
children performed similarly when the tasks involved response inhibition. This study 
suggests that in order for cognitive effects to emerge, one must be functionally bilingual 
(Martin-Rhee & Bialystok, 2008, p. 91).
When considering how executive control develops differently in bilingual and 
monolingual children, as well as comparing children from two different cultures for 
potential cultural differences, Bialystok & Viswanathan (2009) tested eight-year-old 
monolingual Canadians and bilinguals in both Canada and India. These studies were 
designed to assess the three components of executive control, response suppression,
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inhibitory control and switching, Bilinguals demonstrated differences from 
monolinguals not only in inhibitory control, but also with regard to cognitive flexibility 
which underlies task switching, though not response suppression. These findings 
contrast with results from similar studies of adults in which younger adult bilinguals 
demonstrated advantages over monolinguals with inhibitory control, while older 
bilingual adults were more adept with all three areas. Additionally the researchers 
mention that these results contribute to understanding changes in cognitive control 
which occur throughout the lifespan, an important matter regarding cognition and 
development, and that these effects override linguistic and cultural differences 
(Bialystok & Viswanathan, 2009, p.499).
A third study by Bialystok with eight-year-olds considers “dual-task” situations to 
assess executive control. “Biligualism places individuals in a ‘dual-task’ situation for 
which executive control is constantly required. Speakers must construct speech plans 
according to the current context (i.e., working memory), selectively attend to linguistic 
structures in the target language while ignoring competition from the other language 
(i.e., inhibition), and monitor progress of the interaction (i.e., shifting)” (Bialystok,
201 la, p. 462). This study was designed to investigate how bilingualism affects the 
performance of a complex task requiring coordination of all three executive control 
components as competing stimuli were presented simultaneously. The bilingual children 
were more adept at coordinating all these areas than were the monolingual children and 
the results indicate that since “most real-life tasks are integrative and based on networks 
of control, the effect of bilingualism on cognitive performance during childhood may be 
more powerful than previously believed” (Bilaystok, 201 la, p.466).
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2.7.3.2 Benefits of Bilingualism in Adults
Not only are the cognitive effect of bilingualism evident among children, but they 
continue through adulthood. Bialystok, Craik & Luk (2008) looked for differences 
among monolingual and bilingual adults who comprised four groups of subjects, they 
studied younger groups in their twenties and older adults in their sixties. The results 
were predicted. Overall the younger subjects performed better than the older 
participants, monolinguals were stronger on lexical tasks, and bilinguals outperformed 
monolinguals on tasks involving executive control. Although not considered in this 
particular study, does the onset age of bilingualism have any effect on cognitive 
control?
Luk, et al. (2010) examined that question by comparing three groups of Canadian 
university students who were either actively bilingual before age ten, after age ten, or 
monolingual. Although their findings do not point to a “critical period” of bilingual 
onset, it is inevitable that the earlier one becomes bilingual the longer one would be 
proficient in both languages. The results of this study indicated that early bilinguals and 
monolinguals had similar levels of English proficiency, which was greater than the level 
of later bilinguals. Early bilinguals were more able to suppress conflicting information 
and exhibited better cognitive control than the members of the other two groups (Luk, 
De Sa & Bialystok, 2010, p. 594).
Bialystok, Martin & Viswanathan (2005) examined performance of various groups 
of monolingual and bilingual subjects at four different stages in life (age 5, ages 20-30, 
30-59 and 60-80) on tasks necessitating control of attention to obstruct misleading 
information. There was no performance difference between monolingual and bilingual
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young adults, but all other age groups showed bilinguals outperforming monolingual 
peers, reflecting differences in efficiency with making response decisions (Bialystok, 
Martin, et al., 2005).
2.7.3.3 Bilingual Effects on Senior Citizens
As one ages, could bilingualism and the previously mentioned advantages have a 
positive impact on cognitive decline which appears in the aging process? Bialystok, 
Craik, Klein, & Viswanathan (2004) compared three studies on bilingualism, aging and 
cognitive control and reported, “In all cases the bilingual advantage was greater for 
older participants. It appears, therefore, that controlled processing is carried out more 
effectively by bilinguals and that bilingualism helps to offset age-related losses in 
certain executive processes” (Bialystok, Craik, et al., 2004).
Although the researchers expected bilinguals to outperform monolinguals on 
incongruent trials, they found that bilinguals were also faster on the congruent trials. 
Possibly the executive processes are enhanced through life-long bilingualism (in this 
case since at least age ten) or possibly bilingualism enhances inhibitory control, but 
what appeared from these studies is that these bilinguals demonstrated they were more 
efficient at all ages than the monolinguals and they showed a slower rate of decline with 
regard to aging processes (Bialystok, Craik, et al., 2004).
As mentioned previously by Mechelli, et al., bilingualism appears to alter the density 
of grey and white matter in the brain and they continue, “the human brain changes 
structurally in response to environmental demands” (Mechelli, et al., 2004). Bialystok, 
Craik & Luk (2008) reiterate those findings and add that “activity-driven brain changes 
can benefit activities other than those involved in the original training.. .across the
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lifespan, therefore, bilingualism boosts the development and postpones the decline of 
cognitive control on a variety of tasks,” pp. 859-60.
Furthermore, Bialystok (201 lb) mentions that stimulating mental activities such as 
formal education, physical activity or social involvement can protect against cognitive 
decline and lessen the effects of developing dementia through “cognitive reserve”. If 
that is so, then bilinguals and monolinguals may show cognitive differences at various 
stages of Alzheimer’s disease. In two studies of Alzheimer’s patients, even though 
monolingual patients had nearly two extra years of education compared to the bilingual 
patients (which should give a cognitive reserve advantage to the monolinguals), the 
bilingual patients were on average 4.1 years and 5.1 years older than the monolinguals 
when symptoms of dementia were first detected at ages 75.5 and 77.7 for bilinguals vs.
71.4 and 72.6 years old for monolinguals (Craik, Bialystock & Freedman, 2010, and 
Chertkow, Whitehead, Phillips, Wolfson, Atherton & Bergman, 2010, as cited in 
Bialystok, 201 lb, p. 232). Bialystok continues to explain the differences between 
“neurological brain reserve,” which is biological and genetic in origin, and “behavioural 
brain reserve,” (cognitive reserve) developed from sustained, stimulating mental 
activity. One would assume that if brain function in Alzheimer’s patients is primarily 
determined by neurological brain reserve, then bilinguals should have more intact brains 
than monolinguals. However when examining the tomography scans of the brains of 
twenty monolingual and twenty life-long bilingual Alzheimer’s patients matched for 
age and cognitive status and other background status, the bilingual patients showed 
much more atrophy than the monolinguals in the medial temporal lobe, which is 
associated with the severity of Alzheimer’s pathology. The disease appears to be much
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more advanced in the bilingual patients, but they are able to maintain a level of 
cognitive functioning at a higher level than would be anticipated (Schweizer, Ware, 
Fischer, Craik, & Bialystok, in press, as cited in Bialystok, 201 lb).
It appears that bilingualism provides advantages across the lifespan in many more 
areas than simply the act of being able to use more than one language. Since most 
bilinguals become so not by choice, but generally due to circumstances beyond their 
control, further investigation is needed to determine if similar benefits be replicated 
among other groups which will not have an opportunity to become bilingual through the 
dual home/community dichotomy in which bilinguals live. Another area of 
investigation is the possibility that some of these same advantages could assist non­
bilingual language learners, and if so, how much language input, over what length of 
time, would be required to demonstrate similar effects?
2.8 Summary
This literature review has considered some concerns of American government officials 
and business leaders regarding world language instruction in the United States, as well 
as the recent status of world language instruction abroad and in the United States. It has 
provided comparisons between language instruction in Finland and Minnesota. Finally 
it has noted certain beneficial effects of language acquisition beyond communication 
and cross-cultural competence, specifically improvements in literacy, increases in 
student achievement, and enhanced cognitive development and function across the 
lifespan.
The following chapter will focus on the study which was designed to obtain 
information from Minnesota public school administrators and charter school
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administrators about the world language offerings available in the schools, the ages at 
which students may begin world language instructions, whether these courses are taught 
in traditional secondary courses, as an exploratory elementary programs or as an 
immersion program.
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CHAPTER THREE 
Methodology
3.1 Introduction
A variety of world languages are taught in schools throughout the state of 
Minnesota. School districts and charter schools use many diverse models of instruction, 
methods of delivery, and introduce world languages to varying age groups. When 
compared to required subjects such as mathematics, communication arts, social studies 
and the sciences, the availability of world language offerings can at times appear to lack 
cohesion, a scope and sequence, and instead seems more like a patchwork quilt of 
jumbled policies. The purpose of the study was to consider world language programs 
and trends in Minnesota’s public and charter schools. This research is a quantitative 
study that surveyed Minnesota public school district administrators and Minnesota 
charter school administrators in an effort to discover what language courses are offered, 
to which students, and if there are any patterns in the diverse world language course 
offerings throughout the state of Minnesota. This chapter will begin by introducing the 
research procedure including survey development, the ethics of the research, 
precautions to ensure the safety and confidentiality of the research participants, setting 
and participants, and data collection.
3.2 Research Procedure
The research method used for this study was quantitative. Two surveys with slightly 
different wording (“in your district” or “in your school”, for example) were developed. 
The survey for school district administrators contained 22 questions, while the charter
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school survey had an extra question asking which grade levels the school serves. One 
survey was emailed to Minnesota public school district administrators and the other was 
emailed to Minnesota charter school administrators. Both were designed for participants 
to take online. Participants were targeted through email with a link to the appropriate 
survey for each group. At the time of receipt, the participant could opt in to take the 
survey. After the initial invitations were sent April 3, 2013, contacts who had not 
responded were sent an email reminder on April 10, 2013, and again on April 15, 2013.
3.3 Ethics
Before research could take place, the researcher completed the Collaborative 
Institutional Training Initiative (CITI) module for research. The researcher needed to be 
well informed about the ethical issues and rights of human subjects, the informed 
consent process and the rights of the researcher. Ethical training is done through the 
University of Minnesota, Duluth’s Department of Education, and the University of 
Minnesota’s Institutional Review Board granted the researcher permission to proceed 
prior to the collection of data. Data are reported without modification from the author. 
Creswell (2009) suggests that one issue to anticipate is protecting the anonymity of the ' 
participants during data analysis and interpretation. Since it is extremely important that 
the respondents’ privacy and any confidential information is protected, the researcher 
has taken precautions to disassociate the names of school districts and schools from the 
data during the coding and recording process (Creswell, 2009).
The risk for this survey was determined by the IRB to be minimal for both researcher 
and participants, and was therefore granted an “exempt” status. It involved answering 
some questions about school district or charter school world language programs and
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policies, demographics of the student body at the school or within a school district, and 
some opinion giving on the part of the respondent.
One risk in presenting this information is the potentially negative observations about 
world language programs and how those could reflect poorly on a district or charter 
school. However, the identity of all respondents and their locations are not disclosed. 
The benefit of this research is that others will discover how school district and charter 
school administrators view world language programs within the contexts of their school 
settings, how world language programs are evolving around the state of Minnesota, and 
what difficulties administrators face in providing world language programs for their 
student populations.
3.4 Participants and Setting
Participants in this research were either a Minnesota school district administrator or 
an administrator at a Minnesota charter school. The vast majority of school district 
administrators contacted were school district superintendents; however, in some of the 
largest districts in the state, if a world language coordinator or a curriculum director 
(frequently called the director of teaching and learning) could be identified, he or she 
was asked to participate in place of the district superintendent. In an effort to discover 
what is happening in all types of schools and all regions of the state, this sample was not 
random, but instead was comprehensive. The Minnesota Department of Education lists 
330 school districts in the state of Minnesota, and one survey was sent to an 
administrator in each of those districts. Additionally another 150 charter schools were 
listed as operating in the state, and the administrator listed received the charter school
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version of the survey. Since these are all public civil servants, an email with a letter of 
invitation and a link to the survey was sent directly to all the school officials.
3.5 Data Gathering
The researcher used the Qualtrics survey online software program to create two 
contact lists and two similar online surveys. Each online survey was created with 
questions pertaining to the student demographics for each setting, and whether the 
charter school or school district offers any world language programs. Respondents who 
answered affirmatively to the last question were then asked more detailed questions 
about the languages they offer, the models they use to deliver these courses, and the 
ages at which students are able to study these languages. Furthermore, administrators 
could also answer open-ended questions about any benefits they perceived that students 
who study world languages would have, as well as the challenges the schools face in 
offering and sustaining these courses. These questions can be found in the Appendices. 
The surveys were distributed to participants with an attached letter inviting them to 
participate in the survey, and a phrase contained in the letter informed participants that 
by choosing to participate in the survey, they were consenting to participate.
3.6 Analysis
Data analysis of the survey was done using statistical software (IBM, SPSS Statistics 
20 Microsoft Excel). Most questions were closed questions for which Pearson chi- 
square analysis was used for comparing proportions of categorical variables and t-test 
for comparing means. Some questions, including questions regarding potential benefits, 
challenges and impacts of offering language programs, were open-ended questions. 
These questions, for which direct quotations will be included, were examined for
33
common themes in addition to statistical analysis. Statistical techniques such as 
descriptive statistics, Pearson’s Chi-square test for association, and the t-test for 
comparing means were used with the data. The survey results are a combination of 
categorical data and continuous data; that explains the use of two different tests for 
association. Results are sorted by responses from school districts and responses from 
charter schools, and then variables are tested against one another to see if there are any 
associations or differences between the responses from public school districts and those 
from charter schools.
3.7 Summary
Many different world languages are taught in schools throughout the state of 
Minnesota. School districts and charter schools use various models of instruction and 
introduce world languages to students anywhere from kindergarten to high school age 
groups. The availability of world language offerings can at times appear random or less 
likely to follow a prescribed state-wide scope and sequence when compared to required 
subjects such as mathematics, communication arts, social studies and the sciences. This 
research is a quantitative study that surveyed Minnesota public school district 
administrators and Minnesota charter school administrators in an effort to discover what 
are possible reasons for offering (or curtailing) certain world language programs, and if 
there are any noticeable patterns in the diverse world language course offerings 
throughout the state of Minnesota. Question topics included school and district 
population demographics, questions about world language offerings and the age groups 
who could take such classes, as well as potential benefits or challenges administrators
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face when offering such courses. Statistical technique was used to analyze the survey 
data. The results are explained in the next chapter.
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CHAPTER 4 
Results and Discussion
4.1 Introduction
The purpose of this study was to examine the current state of world language (WL) 
programs in Minnesota public schools. How have WL program offerings and policies 
evolved over the past 10 years, and what possible future trends in language education 
may be identified? Might there be any specific factors that can be identified leading to 
administrative decisions in regards to WL program offerings?
4.2 Survey
A survey was sent electronically to an official at all public school districts and 
charter schools in the state of Minnesota in order to gather data from all parts of the 
state, whether the districts are located in urban, suburban or rural settings. The first part 
of this chapter will describe the results of the survey and then lead into the second part 
which discusses these findings.
4.3 Results
4.3.1 Survey Questions
Questions on the survey were designed to find the demographics; identify world 
language programs such as specific languages offered, the grade at which students 
begin world language study, delivery mode, and type of program; potential benefits, 
challenges and impacts of offering language programs; and language immersion 
programs. Most questions were closed questions for which Pearson chi-square analysis 
was used for comparing proportions of categorical variables and t-test for comparing 
means. Some questions, including questions regarding potential benefits, challenges and
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the impacts of offering language programs, were open-ended questions for which direct 
quotations will be included along with statistical analysis, if any.
4.3.2 Demographics of Participating Schools
Of the 483 survey invitations for these surveys, 72 were returned, a response rate of 
14.9 percent which was much lower than the MDE 2011 response rate of 63 percent. 
Although 50 public school respondents accepted the invitation, only 48 actually 
answered some of the questions in the survey. Consequently the numbers in the tables 
vary since only 46 respondents completed most of the entire survey. The mean of the 
public school districts’ K-12 population (4611.53, SD=8747.41), was significantly 
larger than at charter schools (379.81, SD=291.23; (t (65) = 2.21,;?<.0.05). Table 1 
presents the population of the schools, where more public schools have a larger 
population than charter schools (chi-square = 30.17, p<0.01). About half of the public 
school districts’ population was 1,000-4,999, whereas that of charter schools was under 
300. Also, the mean of the districts’ K-12 population (4611.43, SD=8747.41), was 
significantly larger than charter schools’ (379.81, SD=291.23; (t (65) = 2.21, p<.0.05). 
Table 1
Population of the School
Public (n=46) Charter (n=21) Statistics
Population n Percent n Percent chi-square
299 or less 3 6.5 10 47.6 30.17**
300 - 499 6 13 7 33.3
500 - 999 8 17.4 3 14.3
1,000- 1,999 10 21.7 1 4.8
2,000 - 4,999 10 21.7
5,000 - 9,999 2 4.3
10,000 or more 7 15.2
No response 2
Note. **p<0.01
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School district students who speak a language other than English at home was 8.1% 
(SD=13.7), which was lower but not significantly lower, than charter schools’ 20.37% 
(SD=33.62; t (63) = -2.11 ,p = 0.04). Table 2 shows evenly distributed districts, but 
charter responses are overwhelmingly from the Twin City metro area (17, 73.9%).
Table 2
Respondents by Region: MDE 2011 Report vs. Present Study
Region Location
Total N of MDE 2011 Present Study
Districts n Percent n Percent
1 and 2 Northwest 42 34 81% 2 5%
3 Northeast 42 23 55% 6 14%
4 Lake Country 36 25 69% 2 6%
5 Central 
Southwest and
24 17 71% 7 29%
6 and 8 West Central 57 42 74% 8 14%
7 East Central 47 27 57% 8 17%
9 South Central 36 22 61% 4 11%
10 Southeast 54 33 61% 8 15%
11 Metro
No response
152 84
4
55% 26 17%
Totals 493 311 63% 71 14%
Present Study: Public vs. Charter Schools
Region Location Public Charter Area Public Charter
1 and 2 Northwest 2 0 Urban 4 11
3 Northeast 5 1 Suburban 9 8
4 Lake Country 2 0 Rural 33 2
5 Central 
Southwest and
6 1 NRa 2 2
6 and 8 West Central 7 1
7 East Central 6 2
9 South Central 3 1
10 Southeast 8 0
11 Metro
No response
9 17
Totals 48 23 48 23
Note. aNo Response
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Table 3
Proportion of School Offer Any World Language
Statistics
School n Yes Percent Chi-square p
Public 48 47 98% 10.31 0.01
Charter 23 17 74%
Total 71 65 90%
Table 3 presents that of the 72 schools in total respondents, 65 schools (90%) offer 
or offered world (foreign) languages to students. Public schools (98%) offer world 
languages at significantly higher rates than charter schools do (74%; Chi-square = 
10.31, p<0.01).
4.3.3 World Language Programs
Table 4 shows that in both public and charter schools, the top five most commonly 
offered languages listed in order of popularity are Spanish, French, German, Chinese, 
and American Sign Language, which are exactly the same languages and order listed in 
Minnesota K-12 Language Enrollments 2001 - 2010 data (Minnesota Department of 
Education, 2011, p. 9). Less commonly offered languages are Ojibwe, Latin, Japanese, 
Russian, Hmong, Italian, and Dakota in order of frequency.
Years that students complete in the language was, on average, 5.00 (SD=3.44) years 
at public schools and 4.83 (SD=3.81) years at charter schools, which was not 
significantly different (t (58) = 0.17, p=0.86).
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Table 4.
Number of School Districts that Offer or Offered Specific World Language
Currently Past 5 Years Past 10 Years
Public Charter Chi- Public Charter Chi- Public Charter Chi-
Language (n=48) (n=23) Square (n=48) (n=23) Square (n=48) (n=23) Square
ASLa 8 0 4.32* 4 1 0.38 4 0 2.03
Arabic 0 1 2.12 1 1 0.29 0 0 n/a
Chinese13 10 1 3.23 2 0 0.99 0 0 n/a
Dakota 1 0 0.49 0 0 n/a 0 0 n/a
French 20 2 7.90** 5 0 2.58 8 0 4.32*
German 18 1 8.72** 9 0 4.94* 11 0 6.24**
Hebrew 0 0 n/a 0 0 n/a 0 0 n/a
Hmong 1 0 0.49 0 0 n/a 0 0 n/a
Italian 1 0 0.49 0 0 n/a 0 0 n/a
Japanese 2 ] 0.00 0 0 n/a 1 0 0.49
Korean 0 0 n/a 0 0 n/a 0 0 n/a
Latin 3 3 0.93 2 1 0.00 2 0 0.99
Ojibwe 5 0 2.58 2 0 0.99 1 0 0.49
Russian 2 0 0.99 0 0 n/a 0 0 n/a
Spanish 44 15 7.75** 17 6 0.62 17 3 3.85
Swahili 0 0 n/a 0 0 n/a 0 0 n/a
As shown in Table 5, the vast majority of both public schools (86.0%) and charter 
schools (94.1%) teach world language courses during the school day. At some public 
schools, the language is taught online (10 schools, 22.2%), by interactive television (4 
schools, 9.3%), or multiple ways (2 schools, 4.7%). At one charter school language is 
taught in an after-school program. Only schools in which the language is taught during 
the school day (n=53), were asked, ‘Which model do you use for language instruction?” 
Table 6 shows that language instruction models adopted by public schools and charter 
schools were significantly different. Specifically, whereas Secondary Course is the most 
adopted model (24 schools, (63.2%) at public schools, followed by Core Subject (8 
schools, 21%); at charter schools Core Subject (7 schools, 43.8%) and Exploratory 
Model (5 schools, 31.3%) are more prevalent. It is noteworthy that these 23 charter
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Note .  aAmerican Sian Lanauaae. bMandaria * p<0.05. ** p<0.01
schools have many different grade configurations, but only five schools (22%) offer 
grades 9-12. Ten charter schools include grades 7 and 8, but eight charters have only
grades k-5 or k-6; hence “Secondary Courses” are fewer than in school districts.
Table 7 shows district program offerings; respondents could select all that apply.
Table 5
Language Instruction Delivery Mode
Public (n=45) Charter (n=17) Statistics
Delivery Mode n Percent n Percent Chi-square
During the school day 40 88.8 16 94.1 9.03
After school programs 0 0.0 1 5.9
Online 10 22.2 0 0.0
ITV 4 8.8 0 0.0
Other (Multiple) 2 4.4 0 0.0
Table 6.
Language Instruction Model
Public (n=38) Charter (n=16) Statistics
Model n Percent n Percent Chi-square
Exploratory model 0 0.0 5 31.3 23.13**
Core subject 8 21.0 7 43.8
Immersion 0 0.0 1 6.3
Secondary course 24 63.2 2 12.5
Other (Combination) 6 15.8 1 6.3
Note. **p <0.01
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Table 7
Type of Programs that School Offer
Type of Programs
Public Schools
Pre-K Elementary Middle High Don't offer Total
Advanced Placement 0 0 0 22 9 31
Post-Secondary Enrollment Option 0 0 0 29 7 36
College-In-The-Schools 0 0 0 29 9 38
International Baccalaureate Primary 0 2 0 0 21 23
International Baccalaureate Middle 0 0 3 0 20 23
International Baccalaureate Diploma 0 0 0 5 19 24
Online 0 0 0 23 11 34
Distance learning 0 0 0 14 13 27
Charter Schools
Pre-K Elementary Middle High Don't offer Total
Advanced Placement 0 0 1 0 0 1
Post-Secondary Enrollment Option 0 0 0 0 1 1
College-In-The-Schools 0 0 0 0 1 l
International Baccalaureate Primary 0 0 0 0 1 1
International Baccalaureate Middle 0 0 0 0 l 1
International Baccalaureate Diploma 0 0 0 0 1 1
Online 0 0 0 0 l 1
Distance learning 0 0 0 0 1 1
4.3.4 Potential Reductions in World Language Programs
Responding to the question asking whether the school has plans to reduce any world 
language offerings, of 43 public school respondents, 8 schools (18.6%) answered yes 
and the reasons for that are: “We have lost our Spanish Teacher and we may not be able 
to replace a 20% teacher, German and French are low numbers at times and outdated 
compared to what students need, Eliminate Spanish, When our German teacher retires 
we probably will cut German, budget cuts, Chinese if there isn't sufficient enrollment, 
dependent on enrollment, This is being considered but no decision has been made.”
One district mentioned that French and German were cut in 2007 when a levy
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referendum did not pass. One charter school out of 17 responded (5.9%) listed the 
reason as "Spanish from every day to every other day."
4.3.5 Potential Benefits of Offering Language Programs
In response to the question about potential benefits for students who learn a world 
language, 38 of 48 school district administrators replied, frequently citing multiple areas 
of benefit for their students. Six of the 23 charter school administrators also identified 
potential benefits. These answers are classified as ten main categories listed in Table 8. 
The top three answers were the development of language skills, fulfilling college 
admissions requirements, and exposure to other cultures. In addition to learning a 
second language, other language skills administrators mentioned were a better 
understanding of English, increases in vocabulary development, fluency in English, and 
better literacy skills. Some of the comments included in the increased achievement 
comments were exposure to rigorous programs, higher learning and brain development. 
Table 8
Administrators' Views of the Benefits of World Language Programs for Students
Benefits of Language Programs School Districts Charter Schools
Language Skills** 15 3
College Requirement 13 1
Exposure to Other Cultures 12 1
Forming 21st Century, Global Citizens for 
Diverse Society
10 2
Job Skills 7 0
Broaden Horizons, Well-rounded Liberal Arts 
Education
7 0
Increased Achievement 6 2
Travel Opportunities 3 0
Learning Heritage Language and Cultural 1 0
Traditions
ASL to communicate with non-verbal students 0 1
Total Responses 74 10
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4.3.6 Challenges for Administrators in Offering Language Programs
Forty-two school district respondents and six charter school respondents answered 
the question, “What are the challenges your district (school) faces when offering world 
language programs?” Several of them mentioned multiple challenges, resulting in the 
53 responses from school districts and nine responses from charter schools in Table 9. 
Challenges noted by multiple respondents are maintaining student enrollments, finding 
qualified teachers, funding and scheduling difficulties. These are some of the specific 
comments about enrollment issues mentioned by school districts: “having enough 
students to fill the classrooms, especially at the upper levels,” “having enough students 
at any of our three high schools,” “it is challenging to get students to stay in language 
programs for several years”, and “declining enrollment”.
In more detail, one challenge mentioned was the difficulty finding licensed or 
qualified teachers, especially for Spanish or Chinese, while rural districts mention 
difficulties filling part-time positions. Charter schools mention difficulties finding 
licensed Latin, Spanish and Arabic teachers.
Additionally, one scheduling issue mentioned is a six-period school day, which 
limits electives. Another district mentioned a failed referendum which resulted in 
eliminating French and German, thus fewer choices for students. Yet one additional 
administrator mentioned that parents don’t understand the importance of an elementary 
language program.
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Administrators ’ Challenges to Offering World Language Programs_________________
Challenge Mentioned Public School Districts Charter Schools
Table 9
Maintaining Enrollment Figures/School Size 19 2
Staffing/Finding Qualified Teachers 13 3
Funding or Budgets 14 1
Scheduling Issues 5 2
“Buy in” From Parents or students 2 0
Accommodating Program for Special 
Education Students
0 1
Total 53 9
4.3.7 Impact of Offering Language Programs
Responding to the question asking if the district has received any funding initiatives 
to implement world language programs, of 46 public school respondents, five answered 
yes (10.9%), and the funds are “Indian Education grant, Confucius grant, Success For 
the Future Grant, and immersion funding through grants and partnerships” with one 
school with no description. Two of 22 (9.1%) charter school respondents answered that 
it was “FLAP” (Foreign Language Assistance Program, a U. S. Department of 
Education grant), with one school with no description, as presented in Table 10.
Table 10
World Language Funding Initiaatives___________________________________
Public (n=46) Charter (n=22) Statistics
Received Funds n Percent_____________________ n Percent Chi-square
Yes 5 10.9 2 9.1 0.05
No 41 89.1 20 90.9
Public (n=42) Charter (n=20)_______Statistics
Adding Programs n Percent____________________ n Percent Chi-square
Addition 28 66.7 18 90.0 3.85 
Replacement_______14_____ 33.3______________ 2______ 10.0____________
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To the question asking about the type of addition of new world language program, of 
42 public school respondents, 28 answered with addition (66.7%) and 14 answered with 
replacement (33.3%). Of 20 charter school respondents, 18 answered with addition 
(90.0%), which is significantly higher than the percent of corresponding answer from 
public school (Chi-square = 3.85), as shown in Table 10.
Both groups were then asked what the impact of adding world language programs to 
the curriculum would be. The results were mixed and presented in Table 11. The most 
frequently cited impacts are that adding a new language program could cause 
enrollments in either the current world language classes offered to decline or reduce 
other elective course offerings. Many administrators mentioned scheduling difficulties 
which would arise. There are a finite number of minutes in a day, and one charter 
school administrator mentioned that such a class would need to be offered outside the 
school day. Conversely one public school district administrator thought adding a course 
“would probably help with master scheduling,” but this opinion was certainly unique. 
Five of the public school district administrators mentioned specific changes; one would 
add Spanish, one would add Mandarin, one would eliminate German and one mentioned 
that the district is currently exploring adding an elementary immersion program and 
“expanding the language program at the middle school.” In contrast to responses from 
rural districts trying to maintain the status quo in the face of declining enrollments and 
funding cuts, one suburban district administrator wished for the following additions: 
switching elementary world language to a core class (from exploratory) and offering it 
before grade 4, offering more language choices at the middle school, and adding 
Russian or another language.
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Table 11
Impacts of Adding World Language Programs to the Curriculum
Impact Mentioned Public Charter
Enrollment Changes to Current Language Offerings 13 0
Scheduling 9 6
Cost 2 2
Reducing Other Electives 8 2
More Opportunities for Students 9 2
Add or Reduce Specific Languages/Programs 4 0
Staffing 1 0
Total 46 12
4.3.8 World Language Immersion Programs
The numbers of schools that offer a language immersion program are four of 46 
public schools (8.7%) and one of 22 charter schools (4.5%). Languages that the school 
district respondents mention offering via the language immersion program(s) are 
Chinese (Mandarin) in two districts, French at one district, and Spanish in four districts; 
and German was mentioned at one charter school. The results of the next two questions, 
which were ‘Do you think offering an immersion program would be important to your 
community?”, and “Would your school district consider implementing or adding an 
additional immersion program in the next 5 years?” are presented in Table 12.
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Table 12
Importance of Offering an Immersion Program & Consideration
Public (n=46) Charter (n=21) Statistics
Importance n Percent n Percent Chi-square
Yes 7 15.2 2 9.5 6.14
No 18 39.1 15 71.4
Not Sure 21 45.7 4 19.0
Public (n=46) Charter (n=22) Statistics
Consideration n Percent n Percent Chi-square
Yes 4 8.7 2 9.1 1.63
No 27 58.7 16 72.7
Not Sure 15 32.6 4 18.2
4.4 Discussion 
4.4.1 Survey Questions
Questions on the survey were designed to find the demographics; identify world 
language programs including the specific languages offered by the districts and charter 
schools; the grade at which students begin world language study, delivery mode and 
type of program; potential benefits, challenges and impacts of offering language 
programs; and language immersion programs.
Responses generally provided information about the districts and charter school 
demographics. The questions inviting open-ended replies appear to have elicited many 
varied replies, while the closed questions were perhaps at times misinterpreted. These 
questions and the replies will be discussed in greater detail in the following sub­
sections.
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4.4.2 Demographics of Participating Schools
Of the 46 replies from school districts to the demographics questions, 33 districts 
indicated that they are located in “rural” areas. Only one of those districts indicated a 
student population over 6,000. Three districts indicated a student population of 3,000 to
4,000, three more have between 2,000 and 2,999, ten districts have between 1,000 and 
1,800 students, while sixteen districts stated their total K-12 enrollment is below 1,000. 
This means in 26 (81%) rural districts, average class (grade) size is less than 140 
students. There appear to be correlations between school size and numbers of languages 
offered, the age at which pupils are allowed to begin learning a world language and how 
many years of language instruction they can complete.
Nine suburban districts ranged from 1,800 students to 40,000 students, while the four 
urban districts ranged from 2,400 to 40,000. The smallest of these urban districts was a 
mystery for the researcher, who wondered if given the location perhaps the respondent 
clicked the “urban” response in error and meant to click on “suburban”. Similarly one 
of the “suburban” districts is well known to the researcher who considers the location 
more typical of a “rural” district. Nevertheless these districts will be left in the 
categories selected by the respondents.
Regarding charter schools, there are fewer differences in school sizes. Ten schools 
have fewer than 300 students, ten schools have between 300 and 1,000 students and 
only one charter had more than 1,000 students. This large charter has two separate 
school buildings located in different parts of the city. Seventeen charter schools are 
located in urban or suburban areas of the Twin Cities. Only two charter schools self-
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identified as located in a rural area (and two did not reply to this question). The main 
ways in which charter schools differ from the school districts, and from one another, is 
their varied grade configurations. Eight charter schools offer a k-5 (four schools) or k-6 
(four schools) program, one school offers k-7, seven schools offer k-8 and an additional 
school has a pre k-8 program, while yet another has a grades 5-8 program. However 
only five charter schools include high school grades: One school is a pre-k through 12, 
one is a k-12, two schools have grades 7-12 and one has grades 9-12.
One other striking difference is that although at the majority of charter schools, 
fewer than 10% of the students speak a language at home other than English. In contrast 
at three of the charter schools over 90% of the students speak another language at home. 
At two additional charter schools, 15% and 50% of the students also speak another 
language at home. These figures appear larger than those from any of the responding 
school districts where only one urban district said a majority of their students, 70%, 
speak another language at home. Five other Twin City area school districts have student 
populations where 13%, 15% (at two districts), 20%, or 40% of the respective students 
speak a language other than English at home. Of the non-metro school districts, three 
reported English Language Learners of 28%, 30%, and 40%. One of this last group has 
a total student population of 1100 students, and is the only “rural” school to report more 
than 10% of students speaking a language other than English at home.
4.4.3 World Language Programs
As shown in Table 4, Spanish, French, German, Chinese (Mandarin) and American 
Sign Language are the most popularly taught languages in that order. Forty-four school 
districts offer Spanish, twenty offer French, eighteen offer German, ten offer Chinese
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(Mandarin), eight offer American Sign Language, six offer Ojibwe (Anishinabe), three 
offer Latin and two each offer Russian and Japanese while one each offers Dakota, 
Hmong and Italian.
Among charter schools, the five most popular languages are Spanish, offered at 
fifteen charter schools, Latin at three, French at two and one each offers Arabic, 
Chinese, German, and Japanese.
Although Table 4 was an attempt to look at language trends over time, the survey 
question was probably not an effective tool for this purpose. The numbers of 
respondents is too small to portray an accurate picture of shifts in language offerings 
over time. If one considers these figures in Table 4, respondents report that every 
language currently offered is offered at higher rates than five or ten years ago. Yet in 
the longitudinal studies by the Minnesota Department of Education and the Center for 
Applied Linguistics, generally the only languages showing increases are Spanish, 
Chinese and ASL. Perhaps some of the respondents are newer administrators with a 
limited knowledge of former programs in the schools where they are currently 
employed. (For example, the researcher is a former educator in one of the larger urban 
school districts and remembers when they had a Swahili program, yet the district 
respondent did not mention that at all.) It also appears that two respondents 
misunderstood the matrix, responding by clicking on “10 years ago” for languages 
currently offered assuming that these languages have been offered for the past 10 years. 
If Table 4 were corrected to reflect course offerings listed on those two school district’s 
websites, as well as at the district which stated they do not offer a language, Table 4
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would show 47 schools with Spanish, 22 with French, 20 with German and nine with 
ASL.
4.4.3.2 World Language Program Delivery
Table 5 shows that nearly all school districts and charter schools offer world 
language courses during the school day. Nine school districts and one charter school 
offer languages online. Five schools offer language courses via “interactive television” 
(ITV) or video conferencing where the instructor may be located at a remote site. Some 
of the smaller rural districts are able to offer multiple languages by receiving ITV 
courses. Two school districts indicated that they offer multiple ways of delivering world 
language programming. None of the school districts mentioned chose the “exploratory 
model,” however in looking over comments, it is apparent two districts which allow 
students to begin a “secondary course” in ninth grade, also have some exploratory 
language offerings in elementary schools. Four other districts offer immersion programs 
that start in kindergarten, and then offer even more options for seventh, eighth or ninth 
grade students as a “secondary course”. Eight school districts said they offered language 
as a “core subject”, yet upon further investigation, it appears they offer language only to 
high school students. This question appears to merit further investigation.
Five charter schools indicated that they offer an exploratory model while seven 
schools offer world language as a core subject. One school offers an immersion 
program, but also mentioned that children can begin a second language (Spanish) in 
fifth grade. All five of the charter schools with a high school program indicate that they 
have a minimum of three years of instruction. One school containing only grades 9-12
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indicated that they offer five years of world language, which seems very strange indeed. 
(Once again, did the respondent make a mistake by clicking on the wrong answer?)
One school district gave very intriguing answers about the languages offered. This is 
a rural district with fewer than 900 students. They offer Chinese, French, German, 
Italian, Japanese, Latin, Russian and Spanish to ninth graders. The researcher wondered 
how this “outlier” could offer so many courses to such a small student body. Upon 
further investigation, the researcher noted that the district has a Spanish teacher and 
offers Spanish I and II in course registration materials, but also offers “language lab” as 
a registration option. The superintendent indicated in his or her comments regarding the 
challenges of offering languages just how they manage to offer so many languages: 
“Rosetta Stone—it is expensive”.
Overall certain patterns emerge about the language programs offered in the 48 
school districts and 23 charter schools relative to location and population size. Six 
charter schools and one rural school district say they do not offer any language 
programs. Of these six charter schools, two are located in rural areas, two are in 
suburbs, and two are in Minneapolis or St. Paul and they all have fewer than 250 
students. At one of these charter schools, 90% of the students do not speak English at 
home; therefore, those students are already fluent in a language other than English.
Ten charter schools with populations between 140 and 800 students, and 14 rural 
school districts with populations between 140 and 1800 students, offer one language 
only. One charter school offers Arabic, one school district offers Ojibwe, and nine 
charter schools plus 13 school districts offer Spanish only. One of these schools offering 
Spanish does so through ITV instruction.
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Five charter schools with populations between 200 and 610, as well as 17 mostly 
rural school districts offer a combination of two languages. Three of the charters have 
Latin and Spanish, one offers German and Spanish and one offers Chinese and Spanish. 
Of the 13 rural school districts, four offer German and Spanish (population 1935 to 
3100), three have Ojibwe and Spanish (population 350 to 600), three have ASL and 
Spanish (population 500 and 6500) and three offer French and Spanish (population 850 
to 1800). One of the rural French-Spanish districts noted that French is taught at one 
high school while Spanish is taught at the other high school located in two different 
towns. One district which offers Ojibwe and Spanish does so through ITV.
Three more school districts offering French and Spanish self-identify as suburban 
with populations of 1800, 3700 and 20,500, while a seventh “urban” district with 2400 
students also offers French and Spanish.
The two largest charter schools (population 847 and 1255), and six school districts 
offer three languages. The charter schools have French, Japanese and Spanish or ASL, 
French and Spanish. One suburban and three rural districts with populations between 
500 and 3200 offer French, German and Spanish, and one of them has indicated this is 
done via ITV. One rural district of 4000 offers German, Ojibwe and Spanish, while one 
suburban district with 6700 students offers Chinese, French and Spanish.
Only school districts (no charter schools) offer more than three languages. Two rural 
and three suburban districts offer four languages; one suburban and one rural district 
offer ASL, French, German and Spanish. One rural and two suburban districts offer 
Chinese, French, German and Spanish. They range in population from 700 to 40,000
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students. Both rural districts have fewer than 1500 students and use ITV as a means to 
offer all these languages.
One suburban and two urban districts with populations from 10,000 to 17,000 
students offer five or six languages. All three offer ASL, Chinese, French, German and 
Spanish, while the largest district also has Latin. One rural district offers eight 
languages, Chinese, French, German, Italian, Japanese, Latin, Russian and Spanish, by 
using Rosetta Stone with an “in house” Spanish teacher. One urban district with 40,000 
students offers nine languages: ASL, Chinese, Dakota, French, German, Hmong, 
Japanese, Russian and Spanish.
4.4.4 Enhanced Programming
School districts and charter schools were also asked to indicate whether they offer 
such programs as Advanced Placement, Post-Secondary Enrollment Option, College-In- 
The-Schools, International Baccalaureate, Online or Distance Learning options. Many 
of the school districts indicated that they offer these in their high schools, as noted in 
Table 7. Only one school per category indicated offering these options at the charter 
schools in each of the categories. These results may suggest that schools offer their 
students varied options for more rigorous coursework, but the question was not worded 
in such a way as to indicate whether these options applied uniquely to world language 
courses so this could apply to any courses the school offers.
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4.4.5 Potential Reductions in World Language Programs
The replies from administrators regarding cuts appear typical of similar findings by 
the Minnesota Department of Education or the Center for Applied Linguistics. Both 
have cited cuts to French and German programs, so the comments, “German and French 
are low numbers at times and outdated compared to what students need” or, “When our 
German teacher retires we probably will cut German” typify recent language cuts.
Small rural schools struggle to find teachers when enrollments do not warrant a full­
time teacher. “We have lost our Spanish Teacher and we may not be able to replace a 
20% teacher.” Schools in Minnesota have received less state funding in recent years, so 
it is not surprising to see comments like, “budget cuts” or “dependent on enrollment” as 
reasons for the cuts. With all the relatively recent (past ten years) increases in Chinese 
programs in the state, it was interesting to see that one school is actually considering 
eliminating Chinese.
4.4.6 Benefits of Offering Language Programs
Several of the administrators cited multiple benefits for students who study WLs.
One of the main benefits that they mentioned obviously was learning to use a second 
language. Along with the second language skills, they mentioned benefits in first 
language skills such as increasing vocabulary, a better understanding of English usage 
and improved literacy skills. Some also mentioned the role of language learning in brain 
development, increased achievement levels and exposure to rigorous coursework.
Many of the administrators mentioned how the language studies would benefit 
students in their future endeavors. First of all they mentioned how the students would 
meet certain college entrance requirements or even earn college credit while still in high
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school. They also mentioned how these are skills students can use outside of school and 
to prepare for “post secondary work.” Yet others recognized that having skills in 
another language may make the students more “marketable in the work force” or will 
“prepare students for the business world.” One went so far as to say “students will need 
to be bilingual to get a job in the future.” A few also mentioned that students would 
have travel opportunities.
Furthermore, numerous administrators spoke of the importance of cultural awareness 
or cultural competence. They mentioned that learning about cultures of the world is part 
of “broadening horizons” and “forming global citizens” and that these students will be 
“better prepared to go out in a diverse society.”
Finally there were two comments that were unique. One of the charter school 
administrators mentioned how ASL would help hearing students communicate with 
hearing-impaired students at that school. A rural school district administrator mentioned 
that language learning is important because it helps “our students learn and appreciate 
their Anishinabe culture.” Although the researcher was looking for administrators to 
cite benefits for students, one administrator mentioned that offering language programs 
was a way for the district to compete for students who may “open enroll” which 
suggests the struggles some schools often face in maintaining enrollments.
4.4.7 Challenges to Offering Language Programs
Although a great many administrators can see how students benefit from language 
courses, they also face numerous challenges in offering courses. The chief difficulty for 
many of the administrators is demand for the courses. They have trouble maintaining 
enrollments in classes or at schools. At the school level, several administrators made
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comments such as, “declining enrollment” or “small class sizes”. This indicates that the 
school is smaller and there are very limited pools of students available to take the 
classes. Others mention that, “It is challenging to get students to stay in language 
programs for multiple years”, or they don’t have “enough students to fill the 
classrooms, especially at the upper levels.” The second largest obstacle is for 
administrators to find highly qualified teachers for the language programs they wish to 
offer. Some of the comments about staffing are: “We’d like to offer Chinese, but can’t 
afford or staff,” “we are a small district and it is difficult to maintain a full-time world 
language teacher and very difficult to find a part-time teacher,” “small rural district so 
the position is part-time,” “finding a licensed Spanish teacher, “finding a licensed Latin 
teacher and not having a bigger pool of licensed Spanish teachers” or “finding licensed 
Arabic teachers.”
No program is immune from funding issues, and administrators mentioned 
“funding,” as well as, “tight budgets,” “financial—ability to expand to elementary 
levels,” and “lack of state funding”. The final area that several administrators mentioned 
was lack of time in the schedule. One charter school mentioned the “length of the 
school day” and another mentioned that any additional courses would need to be offered 
after school because there isn’t enough time in the school day. Some other replies from 
the school districts indicated, “the biggest challenge is time in the schedule. Grades 7- 
12 have a 6-period day,” “very full elementary and middle school schedules,” and 
“schedule is full.” Frequently in a six-period day with a smaller school, students could 
be forced to choose between taking a language course, playing in the band, taking an art 
class or choosing some other elective. This kind of situation can also create an
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environment where the teachers of elective courses are pitted against one another trying 
to recruit enough students to keep their jobs.
4.4.8 Impact of Offering Language Programs
When asked what the impact of adding a language to the curriculum would be, many 
of the administrators mentioned that a “new language would take students from other 
electives” or there would be a “domino effect” since the “schedule is finite, another 
program would be reduced.” Several of these administrators said the current language 
offering(s) would probably lose enrollment or that a new language would struggle to 
attract enough students to actually be offered. One suburban school administrator, 
however, seemed to wish for additional programs, specifically mentioning,
“Beginning language earlier than grade 4, moving from an elementary exploratory 
program to a core class, offering more choice in languages at the middle school, 
adding Russian or other languages to our offerings.” Then he acknowledged, 
“Adding world language offerings at the secondary would allow more choice, but 
would not likely impact overall programming, as I suspect students would select 
one language over another language. Moving beyond an exploratory model at 
elementary would negatively impact another curricular area.”
4.4.9 Immersion Programs.
Of the 46 school districts and 23 charter schools who responded to the question about 
having an immersion program, only four school districts and one charter school offer 
immersion programs. Two of the school districts are located in suburban areas and two 
districts as well as the charter school are in urban areas. The charter school offers 
German starting in kindergarten and some exploratory Spanish beginning in fifth grade.
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The urban school districts have more language variety. One district has a school age 
population of 40,000 students. The three immersion school choices are Chinese, French 
or Spanish beginning in kindergarten. Students may also begin any of six other 
languages in the seventh grade. Another urban district with 10,000 students offers a 
choice of Chinese or Spanish immersion beginning in kindergarten and French, German 
or American Sign Language for students in eighth grade.
Two suburban districts offer Spanish immersion programs beginning in 
kindergarten. One district has a student population of 3700, and their students can also 
begin Chinese, French or German in grade nine. The second district has a population of 
6700, and their students can begin Chinese or French in eighth grade. The eight 
immersion programs offered in four school districts and one charter school are: four in 
Spanish, two in Chinese, one in French and one in German.
In conclusion, the purpose of this study was to examine the current state of world 
language (WL) programs in Minnesota public schools; the changes that can be 
identified during the past 10 years, and any future trends on the horizon. It is apparent 
that many complex factors lead to administrative decisions regarding WL program 
offerings.
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CHAPTER 5
CONCLUSION 
5.1 Introduction
The purpose of this study was an examination of the current state of world language 
(WL) programs in Minnesota public schools. How have WL program offerings and 
policies evolved over the past 10 years, and what possible future trends in language 
education may be identified? Are there any specific, discernible factors leading to 
administrative decisions regarding WL program offerings? Do these findings have any 
implications for schools districts, charter schools, teacher education programs and 
educational programming in general?
5.2 The Study
This study was conducted electronically in April, 2013. Invitations were sent via 
email to all charter school administrators and an administrator in each school district 
listed on the Minnesota Department of Education’s website as operating in the state of 
Minnesota. After reading the email invitation, the administrator could simply click on a 
link to begin taking the survey. Two very similar surveys with slightly different 
wording were emailed; one was designated for school districts (in which the wording 
“district” was used) and one was designated for charter schools (in which the wording 
“school” was used). Because it was presumed that all school districts serve children in 
grades kindergarten through 12, but that charter schools could serve only certain age 
groups, the charter school survey had one additional question asking them to list the 
grades served. A total of 71 responses were recorded for an overall reply rate of 
14.69%. Of 333 school district invitations, forty-nine districts responded to at least one
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question, for a response rate of 14.41%. Forty-six of these answered most questions, 
while two districts answered only the first two questions. One charter school 
administrator emailed that the charter school was no longer operating, but twenty-three 
charters completed the survey for a response rate of 15.33%.
Demographically the school districts ranged from a rural district of 140 students to 
an urban district with 40,000 students. The charter schools were overwhelmingly (82%) 
located in urban or suburban areas of the Twin City metropolitan region. Charter 
schools had populations ranging from 85 to 1255 (an urban charter with a K-5 building 
and a K-8 building in different parts of the city).
5.3 The Findings
The findings from this study echoed those from the Minnesota Department of 
Education’s study in 2010. The same five languages were listed as most taught in the 
exact order of frequency: Spanish, French, German, Chinese (Mandarin) and American 
Sign Language. Spanish is far and away the most popular world language offering in 
Minnesota schools. According to the Minnesota Department of Education’s 2010 study, 
132,398 Minnesota students were studying Spanish during the 2009-2010 school year 
(MDE, 2011, p 22). This represented 74.45% of all language students in K-12 
exploratory, core or secondary programs, but did not include children in immersion 
programs. Responses to questions about immersion programs in this particular study 
indicate that Spanish is also the most popular immersion option at the four school 
districts and one charter school with immersion programs. Only the charter school 
offers a German immersion program, while all four districts offer a Spanish program. 
One of the urban districts also offers a Mandarin program while the other urban district
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offers a Mandarin and a French immersion program in addition to their Spanish
program.
One difference between this study and the MDE study is that the current study did 
not look at student enrollment figures, but asked school districts and charter schools to 
identify which languages they offer. Of the 48 replies from school districts, 47 (98%) 
state they offer a language, only one school district indicated they do not offer a 
language, and one school offers only Ojibwe. Forty-four of 48 districts (92%) state they 
offer Spanish*, and 34 districts (71%) offer at least one other language, but 13 rural 
districts (27%) offer exclusively Spanish. There is one more rural district which offers 
French at one high school and Spanish at the other district high school located 30 miles 
apart. When rural districts offer three or more languages, it appears that some or all of 
these languages are offered by Interactive Television, “Rosetta Stone”, or a form of 
distance education. (*Upon further investigation, the researcher has determined that 
three districts which indicated they do not currently offer Spanish in fact list it on their 
district websites, putting this percentage at 98%).
Seventeen of 23 charter schools (74%) offer at least one WL. Spanish is also the 
most popular language, offered at 16 charter schools. One charter school offers Arabic 
only, nine charter schools offer Spanish only and seven offer French, Latin, Chinese, 
German, Japanese or ASL in combination with Spanish. Two of those seven schools 
offer three languages (Japanese, French and Spanish; or French, ASL and Spanish).
Although the results from the current study do not show decreases in languages such 
as French or German, the researcher believes some of the respondents misinterpreted 
the matrix-style question which asked respondents to identify which languages are
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currently taught, were taught five years ago and ten years ago. Some respondents 
indicated that they had certain language offerings ten years ago, but nothing now. Yet 
their answers to subsequent questions, such as “at what age can students begin a 
language?” implied that all the languages listed in the column for 10 years ago are still 
currently taught (as if to say, “we have been teaching this language for the past 10 
years”). This seems to be an area that would merit further investigation.
5.4 Trends
Although it was not possible to gather really accurate information from the matrix 
which asked which languages are taught currently, were taught five and ten years ago, 
as every language currently taught seemed to be on the increase from five or ten years 
ago. However, in contrast there were several comments that indicated some schools had 
eliminated or would eliminate certain languages from the curriculum, specifically 
French and German. Some mentioned dropping Mandarin or Spanish if they could not 
find teachers. Several administrators made comments that if they could afford to add a 
language, and find a teacher, they would add Mandarin.
5.5 Implications for Educational Organizations
In considering comments from administrators regarding the difficult time they have 
finding teachers, the comments appear to indicate this is due to one of four 
circumstances:
• Rural school districts do not have enough students to hire a full-time language 
teacher or hire teachers for more than one language.
• School districts or charter schools would like to hire a Mandarin teacher but 
there are few licensed Mandarin teachers, or available Mandarin teachers.
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• Charter schools would like to hire a teacher for a less commonly taught 
language (Latin or Arabic), but there are few licensed teachers for these 
languages.
• Even though there are more licensed Spanish teachers than teachers for any 
other language, demand outstrips supply.
A table contained within the 2011 MDE report lists the numbers of unexpired 
teaching licenses in Minnesota from 2001 to 2010. Of the three most commonly 
taught languages, Spanish, French and German, the numbers of teaching licenses in 
each decreased from 2001 to 2010. Spanish went from 2889 to 2393 licenses,
French went from 1544 to 1176 licenses and German declined from 1479 to 1042 
licenses. Russian also declined from 120 to 80 licenses. On the other hand, ASL 
increased from 1 to 11 and Chinese increased from 21 to 31 licenses. Ojibwe also 
made a gain from 11 to 19 licenses. Other less commonly taught languages had 
smaller gains or losses. Arabic went from three to two, while Latin went up from 
193 to 197 and Japanese increased from 30 to 33 licenses (MDE, 2011, p. 25).
A companion table shows statewide K-12 World Language Teacher Full-Time 
Equivalents (FTEs) from 2001 through 2010, and how they have changed over those 
ten years. Spanish FTEs increased from 737 to 877, ASL increased from 21 to 26 
(with a high of 32 in 2004 and 2005), Chinese increased from seven to 46 while 
French decreased from 215 to 150, and German decreased from 169 to 115. Latin 
doubled from seven to 14, Japanese increased from nine to twelve and Ojibwe went 
from two to eight; meanwhile Russian declined from five to one (MDE, 2011, p.
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In yet another table from the 2011' MDE report, the licensure of employed 
Minnesota language teachers is given. Over 90% of the Spanish, French and 
German teachers, and 100% of the Ojibwe and Russian teachers, working in 
Minnesota schools are “fully licensed”, while only 23% of Chinese teachers and 
33% of ASL teachers are “fully licensed” (MDE, 2011, p.24). The majority (58%) 
of people teaching Chinese in Minnesota schools are “Community Experts”.
The Minnesota Department of Education website also lists teacher preparation 
programs at colleges and universities throughout the state. Not one of these 
institutions offers a program to prepare ASL teachers. Only the University of 
Minnesota in the Twin Cities offers programs at the graduate level for licensure in 
teaching Arabic, Hebrew, Italian, Japanese, Polish, Norwegian, Russian, or 
Swedish. Besides the graduate program at Twin Cities Campus of the university, St. 
Cloud State also offers an undergraduate licensure program in Chinese. Eleven 
institutions offer licensure programs in German, fifteen offer programs in French 
and twenty-two offer programs in Spanish. Perhaps Minnesota’s colleges and 
universities should consider starting an undergraduate program leading to licensure 
in ASL and Chinese, given the demand for these programs, or further investigate the 
programs they offer and how they align with the needs in Minnesota’s schools.
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In contrast to many other countries around the world where students begin world 
language education in the elementary school, and students are encouraged to learn 
multiple world languages in addition to their native tongue, students in Minnesota 
frequently do not have such opportunities. For the majority of students, it appears 
that they would be lucky if they get a choice of which language to study or if they 
can begin instruction before high school. Twenty-eight school district respondents 
(58%) said that students can begin world language study in grades nine or ten, and 
fifteen school district respondents offer one language choice to their students.
One remarkable country with many demographic similarities to Minnesota, and 
where students matriculating at a university test in 2.69 languages, is Finland. 
Finland promotes equity in their schools and curriculum, so that all students, no 
matter where they live, have the same opportunities to take similar courses. In 
addition they require teachers to hold a Master’s degree, and they begin world 
language studies in elementary school. In the U. S. according to the Minnesota 
Department of Education, Delaware, Michigan and New Jersey require some world 
language study for all high school diplomas. Ohio and Oregon have established 
“road maps to build their states’ capacities for language education”, while Utah set a 
goal to create 100 elementary language immersion programs in five years (MDE, 
2010, p. 20). Another state likely add more immersion programs is Louisiana, where 
Governor Jindal is expected in June, 2013 to sign legislation mandating schools 
create a language immersion program when 25 parents at a school petition for an 
immersion program (McGaughy, 2013).
5.6 Further Investigation
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Minnesota, on the other hand, seems to lack a systematic approach to world 
language offerings. Each district appears to do its own thing; some offer language 
courses to kindergartners, while others make students wait until their sophomore 
year of high school to start. This may be an attitude on the part of administrators 
that one of the main purposes of language education is to meet college admissions 
requirements. It was a shock to the researcher to see that “fluency” in another 
language was actually never mentioned by even one administrator, although two did 
mention that being bilingual would be important in the 21st century, while one 
mentioned “fluency in English”.
A future area of investigation could involve looking at attitudes among 
administrators and the community stakeholders (school board members, parents) 
who determine language offerings to understand why more school districts do not 
offer languages at a younger age, especially given the benefits such as bilingualism 
that can only come from sustained world language instruction.
One could potentially reformat this survey to avoid ambiguity about which 
languages are currently offered and what was offered in the past. It may be 
interesting to request an interview with a cross section of administrators to probe 
these confusing data for more clarity and insight into the status of world language 
instruction in Minnesota.
Another area of potential future research could involve comparing access to 
world language instruction by looking at course offerings from school websites and 
comparing the opportunities available to students who live in “Greater Minnesota” 
in relation to those from the Twin City metro area. Perhaps this could even be
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extended to look at differences between Minnesota school course offerings and 
those in other countries. Minnesota school officials repeatedly cited funding and 
time constraints as barriers to offering more language programming, so it would be 
interesting to discover how people in other parts of the world appear to overcome 
these limitations.
Yet another possible comparison could be to look at the way the benefits of 
world language instruction are perceived by school administrators in Minnesota as 
compared to their counterparts in other countries. It seems highly unlikely that the 
foreign school officials would omit “fluency” as a goal for their students.
Finally, a few administrators mentioned that their students have language 
instruction through such methods as ITV, Rosetta Stone, and distance education. It 
may be worthwhile to compare the language proficiency results these students attain 
compared to students who take the courses with a classroom teacher to see if there 
are any differences in achievement.
5.7 Conclusion
In conclusion, world language instruction seems to be a varied and haphazard 
situation in the state of Minnesota. Key findings from this study are that:
• There is a lack of consistency in language programs statewide.
• School districts and charter schools exhibit many different forms of 
instruction such as high school courses, exploratory language and immersion 
programs, mainly in relation to the age of the students.
• Students might begin world language instruction anywhere from 
kindergarten to tenth grade, depending on the school they attend.
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• A large variety of languages are taught in Minnesota schools, but mostly to 
students who live in an urban or suburban setting.
• Most students who live in rural Minnesota have limited access to a selection 
of world language courses, do not begin their study until high school and are 
limited to two to four years of world language study.
• With the exception of one medium-sized school district approximately an 
hour from the Twin Cities, students in “greater Minnesota” do not have 
access to immersion programs since those programs are overwhelmingly 
confined to the Twin Cities.
Given these circumstances, it appears that it would be rare indeed for Minnesota 
students to become “pluri-lingual” by attending Minnesota public schools, especially 
for those who live in smaller rural districts far from the Twin Cities. If Minnesota 
students will need to compete head-to-head against students growing up in parts of the 
world with greater access to world language programs at a young age, policy makers in 
Minnesota may need to rethink the strategies of language access and education so our 
students will not be left behind.
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Appendix A 
Survey for School District Administrators
1. Does (or did) your school district offer any of the following world (foreign) 
languages to students (please choose all that apply)?
Currently Past 5 years Past 10 years
American Sign Language 
Arabic
Chinese (Mandarin)
Dakota
French
German
Hebrew
Hmong
Italian
Japanese
Korean
Latin
Ojibwe
Russian
Spanish
Swahili
None offered (survey skips to question 7)
Any other (please list)
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2. Please note at what grade students may begin their study of each language,
3. How many years or levels may students complete in this/these languages? 
Choices are
1 to 13+
4. Are these languages taught_______ during the school day?______ in after school
programs? _______online? _____ via ITV?
______ other means of instruction (please describe
5. If during the school day, which model do you use for world language 
instruction?
Exploratory model: One or more languages taught for less time or frequency than a 
core subject model (see below). The purpose of exploratory programs is generally to 
expose students to one or more languages, provide a positive experience which will 
motivate students to continue language study at a later date.
Core subject: A single language taught for the full year with a minimum contact of 30 
minute sessions every other day or three times a week. The main goal of this model is 
to begin developing language proficiency skills in an articulated sequence.
Immersion: Grade level content is taught entirely in a language other than English. 
Immersion students develop a higher level of proficiency in a language other than 
English while simultaneously learning grade-level content.
Secondary course: High school course or equivalent. Usually secondary courses meet 
every day for a class period throughout the school year.
Other (please explain)
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6. Please indicate if your district offers any of the following options? (Please 
select all that apply.)
Pre-K Elementary , Middle School, High School, Don’t offer
Advanced Placement
Post-Secondary Enrollment Option
College-In-The-Schools
International Baccalaureate Primary Years
International Baccalaureate Middle Years
International Baccalaureate Diploma Programme
Online
Distance learning
7. What potential benefits for students could you see in offering world language 
program(s) in your district?
8. What are the challenges in your district to offering world language programs?
9. Do you have plans to reduce any world language offerings? ______ no _____yes
(please explain)
10. Has your district received any funding initiatives to implement world language 
programs?
_________ No ___________ Yes Please describe
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11. If you were to add a world language program, would the new program
_____be an addition? _______________replace a currently taught
language?
12. If you were to add world language programs to the curriculum, what impact 
would they have on programming in general?
13. Does your district offer a language immersion program(s)? ______ Yes (with yes
response, survey continues with question 14, but skips question 15) ________No
(with no response, survey skips to question 15).
14. If so, for which languages, (please choose any and all that apply)
American Sign Language 
Arabic
Chinese (Mandarin)
Dakota
French
German
Hebrew
Hmong
Italian
Japanese
Korean
Latin
Ojibwe
Russian
Spanish
Swahili
Any other (please list) (survey skips to question 16)
15. Do you think offering an immersion program would be important to your 
community?
______yes ____________ no ________ not sure
16. Would your district consider implementing or adding an additional immersion 
program in the next 5 years? _________ yes _______ no ________ possibly
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17. Which description best describes your district? 
____Urban_____ Suburban __________ Rural
18. What is the K-12 population in your district? _________________
19. Over the next 5 years do you anticipate that your K-12 population will
______ increase __________ decrease ___________ stay about the same
20. What percent of your district’s students speak a language other than English at 
home? _____________
21. Would you like to make any additional comments about your current, past or 
future world language course offerings?
Thank you so much for taking time to answer this survey. It is greatly appreciated!
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Appendix B
Survey for Charter School Administrators
1. Does (or did) your school offer any of the following world (foreign) languages 
to students (please choose all that apply)?
Currently Past 5 years Past 10 years
American Sign Language 
Arabic
Chinese (Mandarin)
Dakota
French
German
Hebrew
Hmong
Italian
Japanese
Korean
Latin
Ojibwe
Russian
Spanish
Swahili
None offered (survey skips to question 7)
Any other (please list)
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2. Please note at what grade students may begin their study of each language.
3. How many years or levels may students complete in this/these languages? 
Choices are 1 to 13+
4. Are these languages taught_______ during the school day?
_____ in after school programs? _______ online? _____ via ITV?
______other means of instruction (please describe)If during the school day,
which model do you use for world language instruction?
Exploratory model: One or more languages taught for less time or frequency than a 
core subject model (see below). The purpose of exploratory programs is generally to 
expose students to one or more languages, provide a positive experience which will 
motivate students to continue language study at a later date.
Core subject: A single language taught for the full year with a minimum contact of 30 
minute sessions every other day or three times a week. The main goal of this model is 
to begin developing language proficiency skills in an articulated sequence.
Immersion: Grade level content is taught entirely in a language other than English. 
Immersion students develop a higher level of proficiency in a language other than 
English while simultaneously learning grade-level content.
Secondary course: High school course or equivalent. Usually secondary courses meet 
every day for a class period throughout the school year.
Other (please explain)
5. Please indicate if your school offers any of the following options? (Please select 
all that apply.)
Pre-K, Elementary, Middle School, High School, Don’t offer
Advanced Placement
Post-Secondary Enrollment Option
College-In-The-Schools
International Baccalaureate Primary Years
International Baccalaureate Middle Years
International Baccalaureate Diploma Programme
Online
Distance learning
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ITV
6. What potential benefits for students could you see in offering world language 
program(s) in your school?
7. What are the challenges in your school to offering world language programs?
8. Do you have plans to reduce any world language offerings? ______ no _____ yes
(please explain)
9. Has your school received any funding initiatives to implement world language 
programs?
_________ No ___________ Yes Please describe
10. If you were to add a world language program, would the new program
_____be an addition? _______________replace a currently taught language?
11. If you were to add world language programs to the curriculum, what impact 
would they have on programming in general?
13. Does your school offer a language immersion program(s)? ______ Yes _____ No
(please skip to question 15).
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14. If so, for which languages, (please choose any and all that apply
American Sign Language 
Arabic
Chinese (Mandarin)
Dakota
French
German
Hebrew
Hmong
Italian
Japanese
Korean
Latin
Ojibwe
Russian
Spanish
Swahili
Any other (please list)
15. Do you think offering an immersion program would be important to your 
community?
_______ yes ____________ no ________ not sure
16. Would your school consider implementing or adding an additional immersion 
program in the next 5 years? _________ yes _______ no _________possibly
17. Which grades do you serve?
Pre-K K 1 2 3 4 5 6 7 8 9  1 0  1 1  1 2
18. Which description best describes your school setting? 
Urban Suburban _______________ Rural
19. What is the K-12 population in your school? _________________
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20._Over the next 5 years do you anticipate that your school population will 
______ increase __________ decrease _____stay about the same
21. What percent of your school’s students speak a language other than English at 
home? _____________
22. Would you like to make any additional comments about your current, past or 
future world language course offerings?
Thank you so much for taking time to answer this survey. It is greatly appreciated!
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